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ABSTRACT 

This study examined language and reading ability in 
English monolinguals, Spanish monolinguals, and two bilingual groups 
at the beginning of kindergarten and at V^' beginning of first grade. 
The study also compared the family background of the children on home 
literacy, parent education, and the parents* aspirations for their 
children. In addition, the children in the study were assessed for 
general cognitive ability. Results indicated that only the English 
and Spanish monolingual students differed in home background, with 
English monolinguals having higher levels of parental education and 
more traditional literacy activities in the home. In general, 
students did not differ in basic cognitive functioning or parental 
expectatiOi Bilingual children were better than their monolingual 
peers in both semantic functioning and communicative competence when 
tested in their dominant language. The research has implications for 
educational psychologists and classroom teachers. (Author/MSE) 
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Abstract 



!rhis study examined language and reading ability in English 
monolingvials, Spanish monolinguals, and two bilingual groups at the 
beginning of kindergarten and at the beginning of first grade. This 
study also compared the family background of the children on home 
literacy, parent education and the parents' aspirations for their 
children. In addition, the children in the study were assessed for 

( general cognitive ability. Resxilts indicated that only English 

monolingual zmd Spanish monolingual students differed in home back- 

^ ground, with Ei>glish monolinguals having higher levels of parental 

education and more traditional literacy activities in the home. 

^ Students did not differ, in general, in terms of basic cognitive 

. functioning or parental ejq>ectations. Bilingual children were better 

than their monolingual peers in both semantic functioning and 

J commxanicative competence vrtien tested in their dominant language. This 

research has inqplications for educationauL psychologists emd classroom 

I teachers. 
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BEGINNING TO READ AMONG MONOLINGUAL AND BILINGUAL CHILDREN 



Educators and researchers have long debated the special educa- 
tional needs of yoiang bilingual children. However, children who have 
been identified as "bilingual" have not generally had equal 
proficienci' in both l&nguages. Instead, bilingual children have shown 
stronger skills in either their first or their second language (Carrow, 
1971) . 

Bilingual children also differ in terms of vrtiich language they 
seem to prefer for input (i.e., language receptivity) or output (i.e., 
language production) . Some researchers have conclxided that bilingual 
children's language dominance and language preference sre due to 
exposxire to each language, the social desirability of each language, 
and usages of each laijguage within a particular social/cult\iral/lin- 
guistic environment (Garcia & Flores, 1986) . 

These difftirences in language dooainance &nu preference are 
important for adequately assessing the language abilities of bilingual 
children, and for designing and inplementing appropriate educational 
programs. The appropriate assessment of language skills is also 
important for the determination of individual readiness for reading 
Instruction and instruction in other scholeistic content areas. 

This study was concerned with the above issues, and compared 
Spanish-English bilingual ishildren with English and Spanish monolin- 
gualE in a variety of language and reading tasks. An emphasis of the 
study was on measuring progress in language and reading proficiency, 
from kindergarten to first grade, in both languages. The coagparison of 
bilingual children with both English and Spanish monolingual children 



permitted a more conprehensive basis for assessing the language skills 
of the bilingual children. Finally, the study examined the role of 
instructional factors, cognitive abilities, and home background fv\ctoxi5 
(e.g., home literacy, parent education, etc.), in producing learning 
outcomes. The study therefore permitted an examifiation of the variety 
of influences — individual, school-based, and home-abased — that affect 
language and scholastic growth and development. It was generally 
hypothesized that . achievement gains would reflect developmental 
differences in the formal vs. social aoreas of language development, and 
that bilingual students would have higher performance in their dominant 
language* 

Methodology 

Subi ects 

Ninety children (mean age « 5 years, 8 months), with a nearly 
equal mixture of males (n « 44) and females (n « 46), were randomly 
selected from the kindergea±en classes in an xrrban piablic school. The 
saii5)le, and the school »c student body, were primarily conprised of low- 
income Hispanics (Mexican Jtoericans) . 

The Baii?)le consisted of three ramdomly selected groups: 30 
English-only subjects (English monolinguzds) , 30 Spanish-only sxabjects 
(Spanish monolinguuls) , and 30 bilinguals (22 were Spanish dominant; 8 
were English dominant). Language cl2issification was based on the 
results of the IDEA Language Proficiency Test which was administered to 
all children in the school at the beginning of kindergarten. On the 
basis of these test results, students were placed in classrooms where 
English (for English-only and English-dominant-bilinguads) or Spanish 
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(for Spamish-only and Spanish-^ominamt-bilinguals) was the main medium 
of communication and instruction. Due to subject attrition and missing 
data, the final sample of subjects for the purposes of data analysis 
consisted of 71 students (23 Spanish-only, 22 English-only, and 26 
bilinguals; 19 of the 26 bilinguals were Spamish-dominant) . 
Materials 

Achievement Measures . Depending on the language classification of 
the students, the English and/or Spanish versions of the Woodcock- 
Johnson Psycho-EducationeuL Battery (Woodcock & Johnson, 1977) were 
administered (bilingual childi'sn were administsred both versions) . The 
English version of the Woodcock-Johnson contains three sections, each 
with a different set of subtests: (l) Tests of Cognitive Ability; (2) 
Tesrs of Achievement, and (3) Tests of Interest. The Spanish version 
of the test (Woodcock, 1981, 1982) contains only the Tests of Cognitive 
Ability and the Tests of Achievement. For the current investigation, 
the subtests that were used were those focusing on Oral Language 
(picture vocabulary, antonyms/ synonyms, analogies) ,^ Readirg (letter- 
word identification, word attack, -and passage comprehens:\on) , and 
Reading Aptitude (linguistic and verbal processing skills, including 
visual-verbal integration, auditory synthesis, vocabulary comprehen- 
sion, conceptualization, axxi egression) . 

In summary, the Oral Language cluster provided an even balance of 
subtests for evaluating the semantic aspects of receptive and expres- 
sive language skills; the Reading cluster examined basic reading 
ability emphasizing word recognition skills; and the Reading Aptitude 
cluster was more exclusively a measure of verfDal prc^ssing. 
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Cocfnitive Abilit y. Subjects in each of the language groups were 
tested on the Raven's Coloured Progressive Matrices Test (Raven, Court, 
& Raven, 1976). This instrument served as a general measure of 
nonverbal cognitive ability. 

Pome Background . A Parent Literacy Questionnaire was developed to 
examine four aspects of family life: (i) home language; (2) h'jme 
literacy (the 7 items, with a Cronbach's alpha of .79, assessed family 
reading habits and availability of reading materials); (3) parental 
aspirations for their children (i.e., the number of years of schooling 
they hoped their child would conplete) ; and (4) community involvement. 
In addition, the questionnaire ijicluded a measure of parental education 
(average years of education for mother and father) . The Questionnaire 
was prepared and administered in Spanish or English, depending on the 
preferences of the responding parent. Ccii?)leted questionnaires were 
obtained from 89 of the 90 parents originally included in the study. 
Procedures 

Children were administered the Woodcock-Johnson subtests two 
months after the beginning of kindergarten (the pretest), and again at 
the beginning of first grade (the posttest) . Each student was 
individually tested by trained, regular school personnel. The pretest 
vas administered to monolingual students in their own language; 
bilingual students were tested in both languages. The Raven's Test was 
administered, by school personnel, prior to the second administration 
of the Woodcock-Johnson subtests. The posttest on the Woodcock- 
Johnson batteries was given only in English to the children vho were 
initially classified as monolingual English speakers. However, the 
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Children who were initially classified as monolingual Spanish were 
given both the English and the Spanish subtests. 

The Parent Literacy Questionnaire was administered to the 
parents (usually the mother) when they escorted their child to the test 
site for the pretest of the Woodcock Johnson tests. Parents either 
conpleted the questionnaire alone, or with the assistance of school 
personnel vho read the questions zmd recorded their responses. 

Results 

Analyses of th.e data yielded a number of .interesting patterns. In 
this report we present the salient findings that have direct 
application to practitioners (interested readers may refer to Padilla, 
Valadez, & CSiang, 1988, for a more techiiical treatment of this study). 

Backcrrovmd Variables 

The base line data obtained on non-verbal cognitive ability, as 
measured by the Raven's Progressive Matrices, showed that in 
kindergarten, the four groves of children were all starting out fairly 
evenly matched (Table l) . Whether initially classified as English-only 
(monolingual English) , Spanish-only (monolingxial Spanish) , English- 
dominant bilingual, or Spanish-dominant bilingual, no one group was 
appreciably higher or lower than another in general cognitive ability. 

On the Home Literacy Scale, the English-only children obtained 
higher scores than Spanish-only subjects. Similarly, parents in the 
English-only group had more years of schooling than parents of Spanish- 
only students. Scores for the Spanish-only group on the Home Literacy 



Table 1 

Keans and standard D eviations of Background Variables 



Group^ 




Raven's 
MatriceF 


Home literacy 
Scale 


>arents • 
Schooling 


English-only 




15.5 
4.0 


14. 4^ 
6.4 


9.9^ 
3.4 


Spanish-only 




14.2 
3.0 


7.0° 
3.8 


6.8 
2.4 


English-dominant 


14.4 
2.6 


13.7 
5.3 


8.9 
2.0 


Spanish-dominant 


16.7 
4.1 


10.9 
4.8 


8.6 
3.5 



jQ «= 22 for English-only, ji = 23 for Spanish-only, 
iS^ZJJ°^ English-dominant, n - 19 for Spanish-dominant. 

Significantly different (p < .05) from Spanish-only group. 
^^Significantly different (p < .05) from E^iglish-dominlnt 

group. 



Scale were also lower than thos ^ for the English-dominant bilinguals, 
but not for the Spanish-dominant bilinguals. No differences in Home 
Background variables were observed between the two bilingual groups or 
between the bilingual groups and the English-only group. Thera were 
also no differences in parental expectation towards the academic 
attainment of their children. 

•* 

language and Literacy Develotjment 

Scores on the Woodcock-Johnson Battery were examined from several 
perspectives addressing language and literacy development. initial 
scores (pretest) were compared across groups. Subsequently, by 
studying the scores obtained after one year of schooling (posttest) , 
con^jarisons were made on the gain scores. Table 2 contains the group 
results Of the Woodcock Johnson Test (both pre- and posttest results.) 
when administered in Spanish. Table 3 displays the resultant group 
scores for the tests given in English. 

English- Dominant Bilingual Subjects 

In comparing the test scores ixi Spanish and English, no sig- 
nificant differences were found except at the beginning of kindergarten 
(where the mean reading score in Spanish was higher than the mean 
reading score in English, although these children had been classified 
by the school as English-dominant). However, after one year of 
instruction, they had greater gains in English Reading than in Spanish 
reading Spanish Reading. m fact, for these students the difference 
between English Reading at the beginning of first grade and English 
Reading at the beginning of kindergarten was almost twice as great as 



ERIC 



8 

11 



Table 2 

Means and Standard Deviationg of .Sp a nish Woodcock-Jchnscn 



Pres cores 





Oral 
Language 


Reading 


Reading 
Aptitude 


Snanifih— on! V M 




417. 0 


444 .7 


sp 


9.6 


4.9 


7.4 


Soanifih— dom 1 nant- 


^*tO • / 




445.2 




9.4 


5.1 


7.1 


English-^Jominant 


442.9 


411.7^ 


449.4 




13 .5 


3.8 


6.5 






Postscores 




Speuiish-^nly 


462.0 


428.2 


461.5 




10.6 


12.1 


11.5 


Spcmish-^ominant 


463.1 


429.6 


464.5 




10.5 


7.9 


10.3 


English-Dominant 


447.3*5 


421.4° 


463.1 




18.7 


11.4 


4.8 



*D * 23 for Spanish-only, d « 19 for Spanish-dominant, 

n « 7 for English-dominant. 
'^Significantly different (p < .05) from Spanish-only and 

Spanish-domin2mt . 
^Significantly different (p < .05) from Spanish-dominant. 
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Table 3 

Means and Standard Deviations of English Woodcock-Johnson 



Group^ 




Prescores 




Oral 
Language 


Reading 


Reading 
Aptitude 


Engliph^nly M 


436.5 


396 1 




SD 


17.3 


16.7 


15.4 


English-dominamt 


440.1 


399.9 






7.7 


5.4 


9.5 


Spamish-dcaninamt 


422.3^ 


394.6 


438 1^ 




13.7 


8.9 


8.0 






Postscores 




English-only 


455.5 


414.5 


464.1 




17.8 


15 9 


31.4 


English-dominant 


457.0 


418.3 


464.7 




4.1 


22.7 


5.2 


Spanish-dominant 


436.8^ 


402.5^ 


453.7° 




11.4 


12.5 


10.1 


Spanish-only 


412*8^ 


385. 6^ 


436.8 




16.3 


17.1 


24.4 



®B »= 22 for English-only, d »= 7 fcr English-dominant, 
n « 19 for Spanish-dominant, u « 23 for Spanish-only. 

"Significantly different (p < .05) from English-only and 
Engl ish-domin2mt . 

^significantly different (p < .05) from English-dominant. 

'Significantly different (p < .05) from prescores of 

English-only and English-dominant, 
^significantly different (p < .05) from prescores of 

English-only and bilingual groins. 
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the mean gain score in Spanish Reading, reflecting the effect of the 
language of instruction (English). At the same time, no statistically 
significant increase in Spanish Oral language occurred between tha two 
testing dates. However, increases were evident in the Spanish Reading 
and Spanish Reading ^titude scores and in all of the English scores. 
Consequently, similar increases or gains were made by the subjects in 
both languages in all areas except on Oral Language. 

Spanish-Dominant Bilingual Subjects 

Statistically noticeable increases were made by these subjects in 
all areas tested, and these increases were similar in both the Spanish 
and Eiiglish versions of the Woodcock-Johnson. But, the Spanish scores 
on the Woodcock-Johnson were higher than the English scores at the 
beginning of Jdndergarten as well as in the beginning of first grade. 

English-Testing. In the English version of the Woodcock-Johnson, 
there were no significant differences between the two bilingual groups 
in the gain scores from the pretest to posttest. There were also no 
differences ^en tlie two grov^js were coopared with the English-only 
students. Differences did emerge when each area %ras examined separate- 
ly at each testing period. In particular, at the beginning of first 
grade, English-dominant students obtained higher scores than Spanish- 
dominant subjects in all of the areas tested. In kindergarten, 
English-dominant students had higher scores only in Oral Language and 
Reading ^titude. Test performance in English Reading at the beginning 
of kindergarten was virtually equivalent for both groups. At the same 
time, the Spanish-dominant subjects also obtained lower scores than the 
English-only subjects on Oral Language at both the pretest and posttest 
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amd on Reading at the beginning of first grade. No statistical 
differences between the English-dominant and English- only sxibjects were 
found. 

Spanish-testing , No differences were foiind in the inproveiaent or 
gain scores of the Spanish Woodcock-Johnson when the two bilingual 
groups were compared with the Spanish-only subjects. The Spanish-only 
subjects, however, obtained higher scores than English-dominant 
siibjects on the Spanish Reading pretest score and the Oral Language 
posttest score. The statistical analysis showed no differences between 
the Spanish-dominant subjects and the Spanish-only subjects on all the 
Woodcock-Johnson measures. 

CoD^ring the two bilingual groi^js adone revealed greater inprova- 
ment over time on Spanish Oral Language by the Spanish-dominant 
subjects; consequently, the Spanish-dominant subjects obtained higher 
scores than the English-dominant subjects on Spemish Oral language at 
the beginning of first grade. Hie Spanish-dominant subjects also 
obtained higher scores than the English-dominant subjects on the 
Spanish Reading score at the beginning of kindergarten and again in 
first grade. 



Discussion 

It was predicted that students would perform better in their 
dominant language. Some si^^port for this hypothesis was found and 
reported. Spanish-dominant subjects, for example, obtained higher 
scores in the Reading and Reading j^itude clusters vhen they were 
tested in Spanish than when they were tested in English. In fact, 
Spanish-dominant sii>jects had somewhat higher scores than the Spemish- 
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only students on each of the three aea.£?).ires. Similarly, English- 
dominant subjects also demonsitrated their greater proficiency in 
English by reaching per f ordnance levels that were comparable, or better 
them, those of the English-only students. 

Performance on the Woodcock-Johnson is best in the language in 
^ich the bilingual child is more dominant. Specifically, the perfor- 
mance of bilingual children is similar to that of the monolingual group 
if the language of testing represents the students' dominant language. 
In identifying language dominance patterns, however, the present 
results si^port the notion that Oral Language competence is an 
essential element of language proficiency (Barona, 1986; Garcia & 
Gonzalez, 1984) and must be considered, in addition to semantic 
functioning (i.e., reading and reading aptitude), in formal assess- 
aents. That is, the measurement of Oral Language skills becomes 
necessary because a child ^s skills in the less dominant language may be 
seen as not functional in an environment as formal as a classroom, but 
may be adequate for social interactions in everyday activities 
(McLaughlin, 1952). Consequently, understanding these different 
aspects of language is i3i?>ortant for understanding the group differen- 
ces in reeding fluency. 

For this reason, research in langxiage proficiency must adopt a 
developmental basis for the acquisition of both communicative 
conroetence and appropriate semantic functioning. Both of these 
language areas must he seen as continuously emerging vdiile, at the same 
time, following different paths of development. rtiLs point is 
especially Importaiit v^en looking at second language acquisition 
(Valadez-Ixjve, 1976). For exanple, group differences in the semantic 



ERIC 



13 

16 



aspect of language were not necessarily associated with group 
differences in communicative competence. In addition, movement towards 
communicative conpetence may occur earlier x±an advanced semantic 
functioning because the former is intimately tied to social aspects of 
everyday activities, and is therefore more likely to be self-initiated 
(Fillmore, 1375) . Semantic functioning, in contrast, develops more as 
a result of specific instructional attention. 

The pre-'sent study suggests that semantic development is related to 
skilled early reading in bilinguals and second language learners (Hall, 
White & Guthrie, 1986) . Research efforts should therefore be directed 
at tsnderstamding vocabulary growth zmd semantic development in bilin- 
guals and second language learners, especially diaring the elementary 
years vrtien formal instruction in- language and areading begins. 

Further sv^jport for this research initiative is provided by 
experimental data on the vocabulary/reading relationship among mono- 
linguals. For example, vocabulary instruction has been shown to 
improve reading ability (Beck, Perfetti, & McKeown, 1982) , and studies 
manipulating word familiarity showed that vocabulary difficulty 
influences reading ability directly (Freebody £ Anderson, 1983; 
Wittrock, Marks & Doctorow, 1975) . This general finding is consistent 
with Shuy's (1968, 1986) recommendation that the future of reading 
research will need to be at the levels of word meaning and function 
(i.e., communicative competence), Shuy's model of how different areas 
of language influence reading is also useful as a starting point for 
further investigation. The model suggests that the different areas of 
language: 



ERIC 



14 

17 



"...are not discrete but cerate simultaneously, in different 

relations to each other at vzurious points in development. 

The reader varies the intensity of his [or her] focus on each 

area at various stages, but uses edl of them at all tiiaes" 

(Shuy, 1986, p. 86). 
In this way, a developmental approach to understanding the relationship 
between language skills and reading ability should provide new 
information about literacy in bilinguals and second language learners. 

Finally, home background factors, such as parental education and 
the salience of literacy in the home, Xfiay have some bearing on the 
achievement gains of yoiang children, especially Spanish-speaking 
monolinguals and bilinguals. 

From a inore pragmatic point of view, the research summarized in 
this report underscores the uniqueness of students vtio differ in their 
language proficiencies. in particular, it provides a solid 
demonstration that students may receive lower achievement test scores 
sinaply because the test is in "the wrong '.anguage." Educators must 
therefore be cautious in interpreting test results for students «ho 
differ in language background. 

Educators of yoiang children shoxad recognize the vauried manner in 
which language and reading develops: social language development 
frequently precedes the development of more fonialized language skills. 
Teachers can capitalize on this feature of language development by 
incorporating curricular strategies that en?)hasize functional language 
development prior to the introduction of teaching on the more formal 
rules of syntactical structure, of grammcir. 
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It was also interesting to witness the relative precocity of the 
bilingual students in conparison to their monolingual counterparts. 
This finding, supports the notion that bilingualism offers certain 
cognitive benefits to students (cf. Cummins, 1987; Lindholm & 
Fairchild, 1989; Padilla & Lindholm, 1984). Pertiaps jnore concerted 
efforts in bilingual education woiad have the beneficial effect of 
enhancing the academic performances of all students. 



ERIC 



16 

19 



References 

Barona, A. (1986). Non-linguistic factors in second language 
learning. Pp. 21-32 in E. E. Garcia & B. Flores (Eds.), Language 
and lit eracy research in bilingual education . Tempe, A2: Arizona 
State University. 

Beck, I. L., Perfetti, C. A., & McKeown, M. G. (1982). The effects of 
long-term vocabulary instruction on lexical access and reading 
comprehension. Journal of Educational Psychology ^ 74, 506-521. 
Carrow, E. (1971) . Conprehension of English and Spanish by preschool 

Mexican-American children. Modem Language Journal , 55, 299-309. 
Cummins, j. (1987). Bilingualism, language proficiency, and 
metalinguistic development. Pp. 57-73 in P. Homel, M. Palij, and 
D. Aaronson (Eds.), Childiiood bilingualism; Asper^.s nf 
linguistic, cognitive and soci a l develop mp.nt. Hillsdale, NJ: 
' Lawrence Erlbaum Associates. 

Freebody, P., & Anderson, r. c. (1983). Effects of vocabulary 
; difficulty, . text cohesion, and schema availability on reading 

J comprehension. Reading Research Quarterly ^ ^8, 277-294. 

Fillmore, L. W. (1975). The second time around . Unp-ublished E^.D. 

Dissertation, Stanford University. 
Garcia, E. E., & Flores, B. (Eds). (1986). Language and T.-t^-o^, 
Research jn Bilingual Education . Tempe, AZ: Arizona State 
University. 

Garcia, E. , & Gonzalez, G. (1984). Spanish and Spanish/English 
development in the Hispanic child, pp. 427-447 in J. V. Martinez 
& R. H. Mendoza (Eds)., Chicano psychology . NY: Academic Press. 



ERIC 



17 

20 



Hall, s. W., White, G. T. , & Guthrie, E. (1986). Skilled reading and 

language development: Some key issues. Pp. 89-113 in J. Orasanu 
Peadinq comprehension. Hillsdale, New Jersey: Lawrence 

Erlbaum Associates. [CSieck editor for consistency; see other 

citation of this edited volume.] 
Undholm, K. J., & Fairchild, H. H. (1989). Evaluation of 

"exemplary" bilingual immersion p mrp-ATn. (Technical Report 13). 

Los Angeles, CA: Center for Language Education and Research. 
Mclaughlin, B. (1982) . Second language learning and bilingualism in 

children and adults, in s. Rosenberg (Ed.), Handbook of ^p p^ic.r^ 

psycholinquistics . Hillsdale, New Jersey: Lawrence Erlbaum 

Associates . 

Padilla, A. M., & Lindholm, K. J. (1984). Child bilingualism: The 
same old issues revisited. in J. L. Martinez, Jr., & r. h. 
Mendoza (Eds.), .Chicane psychology (Second Edition). New York: 
Academic Press. 

Padilla, A. M., Valadez, C. M. 6 Chang, M. D. (1988). ioimg 
■ Childrens' Oral T^nouaae Pmf^n-ionr^ Reading ah^m-y 

gpani^u and gnglish (Technical Report 11) . Los Angeles, CA: 
Center for Language Education and Research, University of 
California. 

Raven, j. c. Court, J. H., & Raven, J. (1976). Manual for P;.von.c 
procpressive piatrices and vocabulary ^n^^c.^ London, England: H. 
K. Ifiwis & Co^p^my. 

Shuy, R. w. (1968) . A linguistic background for developing reading 
materials for Black children. m J. Baratz & R. shuy (Eds.), 



18 

21 



Teaching Black Chi ldren to read . Washington, DC: Center for 

Applied Linguistics. 
Shuy, R. w. (1986) . Changing linguistic perspectives on literacy. 

ip. 77-88 in J. Drasan (Ed.), Reading comrrehension . New Jersey: 

Lawrence Erlbaum Associates. 
Valadez-Iove, C. M. (1976). The acguisition of English syntax bv 

Spanish-English bilingual children . Unpubl ished Ph . D . 

Dissertation, Stanford Uhiversity. 
Wittrock, M. C. , Marks, c, & Doctorow, M. (1975). Reading as a 

generative process. Journal of Educational Psychology , 67, 484- 

489. 

Woodcock, R. W. (1978). Development and standardization of the 

Woodcock-Johnson psycho-educa t ional battery . Allen, TX: DI24 

Teaching Resources. 
Woodcock, R. W. (1981). woodcock language proficiency battery. 

Spanish form. Hingham, MA: Teaching Resources Corporation. 
Woodcock, R. W. (1982). Woodcock Spanish psycho-educational battery . 

Allen, TX: Teaching Resources Corporation. 
Woodcock, R. W. (1984). woodcock language proficiency battery. 

gnqlish form. Allen, TX: Teaching Resources Corporation. 
Woodcock, R. W,, & Johnson, M. B. (1977). Woodcock-Johnson English 

psycho-educational battery . Allen, TX: Teaching Resources 

Corporation. 



ERIC 



22 



Authors' Notes 

The authors greatly acknowledge the collaboration of the 
Southern California School District where the study was 
conducted. They are indebted to the parents and the personnel of 
the site school foi- their assistance. The measurements in this 
research were administered by the school's Bilingual Facilitator, 
Natalia Ruano-Martinez and teachers Marina Lopez and --"Chuck cota; 
their help and that of the children who participated in the study 
is also greatly appreciated. In addition, helpful comments to 
earlier drafts of this report by Jos6 Galvan are gratefully 
acknowledged . 



ABOUT THE AUTHORS 

Concepci6n M. Valadez (Ph.D. in Education, Stanford University, 1976) 
is Associate Professor of Education at the University of California 
los Angeles and Associate Director of the Center for Language Education 
and Research. Concepci6n Valadez 's research interests include literacy 
development, second language acquisition, and testing and measurement. 

Amado M. Padilla (Ph.D. in Experimental Psychology, University )f New 
Mexico, 1969) is currently professor of Education at ^ ^nford 
University. Prior to his move, he was Director of the Center for 
Language Education and Research, and Professor of Psychology at the 
University of Calif pmia, Los Angeles. 

Mario D. Chang obtained his B.A. at Yale University and is now a 
graduate student in Developmer.tal Psychology at the University of 
California, Los Angeles. His research interests include the 
development of twnceptual and definitional skills. 

Halford H. Faircdiild (Ph.D. in Social Psychology, The University of 
i^iichigan, i977) is a Visiting Research Psychologist at the Center for 
Ia:nguage Education and Research at UCIA. His research Ijiterests 
include intergroup relations, mass media, language education, and 
school acnieveaent. * ^ 



24 



ERIC 



